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FROM THE EDITOR ... 
In This Issue ... 
In Illinois, a coordinated effort is underway to 
explore means by which services to beginning 
teachers can be delivered on a statewide basis. The 
Illinois Association of Colleges for Teacher Educa-
tion (IACTE) has assumed a leadership role, and 
many individuals and Colleges of Education are 
working diligently on the development and imple-
mentation of teacher induction programs. 
As a result of the Illinois School Reform legisla-
tion passed in 1985, the College of Education at 
Eastern Illinois University was selected by the State 
Board of Education to conduct mandated statewide 
and nationwide studies to assess the current status 
of beginning teacher induction programs through-
out the country. Since those studies were completed 
and filed, however, very little has been done to 
move forward in the development of an Illinois plan. 
IACTE is attempting to coordinate and unify the 
many efforts throughout the state with the exten-
sive and ready cooperation of the Illinois State 
Board of Education, the North Central Regional Edu-
cation Lab, the Illinois Education Association, the 
Illinois Federation of Teachers, the Illinois Educa-
tional Service Centers, and many local school dis-
Editorial Comment • • • 
My students just don 't want to learn. I've 
tried everything I know to motivate them, 
but nothing ever seems to work. I want so 
much to be able to help them, but I just 
don't know what to do next. Please help me! 
First year teacher 
October, 1990 
This impassioned plea for assistance was re-
ceived from an idealistic, naive, frightened, yet com-
petent, beginning teacher who was asked to list 
some behavioral problems for future discussion in 
a seminar series. Sadly, her plight and fears are 
shared by many teachers who have just entered the 
profession. Beginning teachers sometimes face an 
impossible situation - the "worst" classes, the most 
preparations, the fewest supplies, low pay, and little 
or no support. Hoping to shape the lives of his/her 
students, explore in depth topics that are dear to 
his/her heart, and wanting cooperation, the new 
teacher is rudely introduced to the many frustra-
tions of loneliness, petty politics, uncooperative and 
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tricts. Drafts of proposals and plans are being circu-
lated and data have been collected. Illinois is on the 
verge of some very exciting innovations in the area 
of teacher induction. 
"Beginning Teacher Induction Programs" is the 
topic of this special focus issue of the Eastern Edu-
cation Journal. The Guest Editor is Dr. Andrew 
Brulle. Currently the Director of Clinical Education 
and Student Services at Northern Illinois University, 
Dr. Brulle served most recently as Coordinator of 
the Beginning Teacher Assistance Program at East-
ern Illinois University. Prior to assuming that posi-
tion, he was a Professor of Special Education at 
Eastern and a special education teacher in the Chi-
cago area. He and a number of colleagues from Illi-
nois recently completed a major survey that contri-
buted greatly to the development ofthe IACTE prop-
osed state-wide teacher induction plan which ap-
pears in this issue. 
Dr. Brulle has compiled a series of papers from 
well -known researchers and consultants in the field 
who review best practices and comment upon the 
critical issues regarding teacher induction. 
RML 
unmotivated students, and poor academic prepara-
tion on the part of the students. It is no wonder that 
many choose to leave the profession. 
This issue of the Eastern Education Journal 
focuses on that neglected component of profes-
sional preparation. All around the country, dedi-
cated educators are beginning to address the prob-
lem aggressively. The reader will find articles that 
review the problem, provide suggestions for imple-
menting programs, describe successful programs, 
and highlight certain, critical considerations. We 
hope that this information will provide the needed 
stimulation to initiate, expand, or continue the des-
perately needed support services for beginning 
teachers. 
Our Journal should provide the readers with 
some background information, an overview of best 
practices, and stimulation for professional discus-
sions. Enjoy! 
Andrew Brulle 
Teacher Induction Won't Work 
Unless .... 
Marvin A. Henry 
Marianne Mazely-Allen 
Dr. Marvin A. Henry is Chair-
person of the Department of 
Secondary Education at Indi-
ana State University; his re-
search interests focus on stu-
dent teaching, internships, 
and supervision. He authored 
Supervising Student Teachers 
the Professional Way, 1989, 
and he was the recipient of the 
ATE Distinguished Program 
award in 1988 for Project 
CREDIT, a model intern pro-
gram. 
Teacher induction has been one of the most 
popular responses in the attempt to reform teacher 
education. Hawk and Robards (1987) found that 11 
states were implementing, six were piloting, and 
15 were planning induction programs. In a more 
recent survey Horton (1990) found that 19 states 
report that they have some type of induction pro-
gram. 
Unfortunately, the implementation of teacher 
induction programs, like so many other educational 
prescriptions, does not assure that positive results 
will occur. They look reasonable as models, but the 
conditions faced by beginning teachers are not 
necessarily appropriately addressed when induc-
tion programs are created. The assignments offirst-
yearteachers can almost look like recipesforfailure. 
Beginning teachers are frequently confronted with 
what Glickman (1986) calls the inverse qualification 
syndrome. Huling-Austin (1989) says it more simply : 
"Beginning teachers get the worst assignments and 
the heaviest loads. For many the first year is a sink-
or-swim experience." 
The initial assignments are often complicated 
for beginning teachers by such factors as not having 
a home base and by having additional obligatory 
after-school responsibilities which consume needed 
preparation time. An example is a first-year teacher 
of the authors' acquaintance who taught five classes 
which involved four preparations, worked in three 
different classrooms throughout the day, coached 
the girls' swim team, sponsored both the cheer-
leaders and the student council, and was the chair-
person for the fall homecoming activities. She addi-
tionally had some problem students to teach in an 
area where resources were inadequate. 
Dr. Marianne Mazely-Allen 
is a teacher in the English De-
partment at North Vigo High 
School, Terre Haute, Indiana. 
Her professional specializa-
tions include teaching intern-
ships, curriculum and instruc-
tion, and English Education. 
Dr. Mazely-Allen was co-recip-
ient of the A TE Distinguished 
Program award in 1988 for 
Project CREDIT. 
The motives for induction programs differ 
(Huling-Austin, 1989) and the profession must de-
termine what the real purposes are. Some propo-
nents want to make the induction year a time when 
teachers are assessed to determine whether they 
should be allowed to continue in teaching. When 
summative evaluation is the goal, the induction year 
may be intimidating and detrimental to effective 
teacher growth and development. Other propo-
nents of teacher induction stress assistance as the 
major objective. Assistance is a definable objective 
and one that is long past due in the profession. An 
abundance of evidence exists that relates lack of 
support to the high dropout rate of teachers (Ryan, 
1980, Schlecty and Vance, 1983). Conversely, an 
experimental program in 1986-87 (Henry) was suc-
cessful in retaining 19 of 20 participants through 
the first three years of teaching using multiple sup-
port as the basic focus for the intern year. But the 
problem may be that assistance is not defined or if 
it is, it cannot be implemented in the program as it 
is structured. 
Necessary Conditions for Successful 
Teacher Induction 
The authors will argue in this article that the 
overwhelming problems of the first year of teaching 
cannot be solved and growth and retention assured 
by summative evaluation procedures or inappro-
priate support procedures. The evidence from re-
search and existing programs seems to indicate that 
certain conditions are necessary before teaching 
internships can be effective. Five conditions will be 
addressed that must be met if internships are to 
have a reasonable chance for success. 
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1. Time must be made available for mentors 
and interns to work together. Teachers are busy 
people; beginning teachers are likely to be over-
whelmed. Experience seems to be showing that 
when teachers have their regular schedules, there 
is little time left for observations, conferences, 
and joint planning sessions. The Indiana Beginning 
Teacher Assistance program began by assigning a 
mentor to every beginning teacher without any time 
provided for interaction. After a year of experience, 
it was modified to support a limited amount of time 
for the mentor and intern to be released for growth 
activities. The initial results seem to be positive. 
Time is also affected by distance. Interns and 
mentors will interact more when they are located 
in close proximity to each other in the building. 
Several interns and mentors have expressed to the 
authors that being close by is more critical to a good 
relationship than a subject area or grade-level 
match. 
2. Mentors must acquire acceptable supervis-
ory skills. The criteria for the selection of mentors 
tend to give either little or no attention to supervis-
ory skills. Mentors are more likely to be assigned 
because of their teaching reputation, experience, or 
subject or grade-level compatibility. Some states 
require supervisory training, but it may be minimal 
or ignored. Thies-Sprinthall (1986) contends that 
"well meaning but poorly trained support teachers 
may pass on the wrong set of secrets of the trade." 
Even when mentor training exists it may be "too 
little too late" or "wrong information." Some ex-
perienced teachers hesitate to help inexperienced 
teachers because thay may be viewed as interfering 
(Newberry, 1977). These behaviors reflect an in-
adequate concept of what supervision is. 
Competency in teacher supervision involves 
skill in human relations, accurate observation and 
analysis of teaching, and the ability to conduct an 
effective conference. These skills require time and 
practice to develop and brief on-the-job sessions 
cannot adequately prepare teachers to exercise 
them at a reasonable level of competency. The re-
sult is the same as that which has plagued student 
teachers for years: good teachers assigned to 
supervisory roles without knowledge or training in 
the behaviors they need to exercise. 
If internships are to become effective, there 
must be a quality supervisory relationship between 
the mentor and intern. The quality emphasis will 
have to be synonymous with an adequately trained 
mentor. 
3. Beginning teachers must be included as full 
partners on the faculty. Fessler (1985) describes in-
duction as "a period when a new teacher strives 
for acceptance by students, peers, and supervisors 
and attempts to achieve a comfort and security level 
in dealing with everyday problems and issues." 
First-year teachers are almost always a minority 
group. The majority of the teachers in the school 
are returning to an on-going situation and have 
developed established patterns of behavior. The in-
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tricacies of these behaviors are significant to the 
school setting (Lortie, 1975). It is obvious even to 
the casual observer that established groups of 
people develop a socio-political hierarchy over a 
period of time. 
Peer interaction helps people relate profession-
ally. Development of desirable peer professional 
relations requires time and communication. Trust 
must be established. Time must be found for social-
izing and peer interaction so that interns can feel 
included as true members of the faculty. 
4. Interns need assistance in overcoming their 
feelings of incompetence. According to Newberry 
(1977), beginners seem to lack confidence in their 
competence as classroom teachers. On the other 
hand, the world may be telling them that they are 
qualified to teach. They have a certificate in hand 
which says that they have successfully completed 
the requirements to become a teacher. On the other 
hand, they encounter new problems and begin to 
question their ability to teach rather than confront 
the fact that the first year of teaching is a continua-
tion of teacher education. 
Competency is developed over a period of time. 
Unfortunately the teaching profession has never 
implemented a preparational system which recog-
nizes that fact. Instead, the teacher gets signals that 
he or she is to be evaluated rather than helped. 
5. Interns need a professional contact outside 
the school organization. The feelings of unaccep-
tance and unimportance are compounded when in-
terns can only interact with personnel in the school. 
Although mentors are designated as support per-
sons, the feeling frequently exists among interns 
that their status will be jeopardized if they are too 
frank about their problems. The spectre of evalua-
tion prevails in spite of all assurances to the con-
trary. 
The most logical source of external support is 
university supervision. University supervisors can 
relate to interns, mentors, and evaluators from a 
perspective which is not intertwined with school 
affairs. As a result, they have more freedom of op-
eration and can establish more credibility because 
their only role is to help the beginning teacher. Fur-
thermore, university supervisors have the advan-
tage of having a broader perspective because of 
their more frequent contacts with other schools and 
professionals. 
The experience of the authors has shown that 
interns are prone to look to university personnel for 
assistance in dealing with their problems and con-
cerns. In several cases the authors have been able 
to reconcile problems which would not have been 
solved internally. 
The involvement of university supervisors is a 
visible way of showing support for NCATE require-
ments that universities provide assistance to their 
graduates who are first-year teachers. (Standard 
11.8 (35). This not only gives more credibility to 
teacher education programs, but it also places 
teacher education in more direct contact with the 
population being served. 
Making Induction Work 
The profession must confront the fact that the 
first year of teaching is an integral part of a teacher 
education program. Internships can work if they are 
included as parts of preparation programs and pro-
vide support rather than focus on evaluation. 
The high dropout rate of teachers of up to 50 
percent during the first 5 years (Howey and Zimpher, 
1987) is testimony to the fact that adequate support 
has not existed. Beginning teacher assistance pro-
grams and internships clearly need to function both 
as logical extensions of preservice programs and 
as points of entry into larger, career-long profes-
sional development programs (Huling-Austin, 1989). 
Effective intern programs can exist which ad-
dress the above problems. In 1986-87, the authors 
helped to develop a model induction program for 
first-year teachers which shows promise that induc-
tion can be effective. The program, Project CREDIT 
(Certification Renewal Experiences Designed to Im-
prove Teaching), was funded to develop a pilot pro-
gram for the state of Indiana. It eventually was 
recognized as the 1988 Distinguished Program in 
Teacher Education by the Association of Teacher 
Educators. 
Project CREDIT focuses on a multiple-support 
program for beginning teachers from mentors, 
peers, and university personnel. Mentors were 
available on a daily basis for support and assistance, 
peer support was provided through monthly dinner 
seminars and a newsletter and university support 
was delivered through site visits and monthly in-
service programs. 
The results showed improved teaching com-
petencies in 40 variables when compared with a 
control group, less stress, and an indication that 
the interns would likely remain in teaching . A 
follow-up study after three years revealed that 
19 of the 20 participants in the program were still 
teaching. 
Summary 
Teacher induction can work. Project CREDIT and 
other programs have proved it. Teacher induction 
must work if teachers are to elect to remain in the 
profession, but it will need to be constituted in such 
a way that it has an opportunity to succeed. 
The thesis of this article has been that there are 
some conditions in the present design of induction 
programs that will cause them to be ineffective if 
not corrected. Teacher induction will work if men-
tors are prepared to supervise, time is allowed for 
interaction between mentors and interns, and 
teaching loads offirst-yearteachers give reasonable 
chance for success. In addition beginning teachers 
must feel less isolated and more a part of the pro-
fessional, political, and social components of the 
school. Teacher preparation must be considered to 
be part of the initial year of teaching and include 
university assistance. Evaluation and supervision 
should be more formative than summative. It is up 
to the profession and to policy makers to see that 
the appropriate conditions exist to make an intern-
ship work. 
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Charting The Future Of 
Teacher Induction 
Alan J. Reiman 
Alan J. Reiman is a clinical 
assistant professor in the De-
partment of Curriculum and In-
struction at North Carolina 
State University, Raleigh. He 
co-coordinates a regional Men-
tor Network and he was princi-
pal investigator in a multi-site 
study of teacher induction. His 
professional interests include 
effective teacher induction 
through school/university part-
nerships and cognitive-devel-
opmental teacher education. 
Most educators now agree that the first years 
of teaching are difficult and stressful for novice 
teachers (Huling-Austin, Odell, lshler, Kay, & Edel-
felt, 1989; Veenman, 1984). In response, much inter-
est has centered on induction programs for new 
teachers. Yet descriptions of what constitutes an 
effective induction program for novice teachers 
vary and conceptual frameworks are rare (Huling-
Austin, 1990). Little (1990), after an extensive review 
of induction research and programs, described how 
rhetoric and action have outpaced theoretical con-
structs, conceptual development, and empirical 
warrant. Despite these constraints, numerous 
teacher educators are looking to the future as they 
engage in developing innovative induction pro-
grams for novice teachers. 
This article examines six needs of novice teach-
ers that should circumscribe future conceptual 
frameworks for teacher induction. Examples are 
derived from recent research and lessons we have 
learned during eight years of experience in imple-
menting collaborative university/district teacher 
induction programs (see Reference Note). 
Lessons Learned From Experience 
During the past eight years, 12 school districts 
have collaborated with North Carolina State Univer-
sity in the development of innovative teacher induc-
tion programs. This collaborative enterprise in-
volves both large urban school districts and rural 
school districts. The overall goal of this collabora-
tive effort is to provide a more rationally-based and 
theoretically sound induction model. There are four 
key attributes of the collaborative program: 
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• a commitment to a long-term training 
program (two semesters - 90 hours) for 
mentors, 
• the utilization of current research and theory 
on the adult learner, 
• the active involvement of classroom teachers 
as mentor trainers, 
• and a commitment to both informal and 
formal evaluation of the induction program. 
We have identified through quantitative and 
qualitative research a variety of domains that must 
be addressed if induction programs are to be suc-
cessful. What follows is an overview of one domain 
- the needs of novice teachers. We submit that 
future collaborative induction programs must ac-
count for these needs. No sequence or hierarchy 
of importance is implied. 
Assistance in Developing as Competent 
Teachers (Not Screening) 
A central need of novice teachers is the oppor-
tunity to attain competence. Unfortunately, a major 
problem with induction programs concerns the 
issue of screening and evaluation. Most extended 
induction programs have evaluation as a major part 
of their formalized plan. These plans satisfy induc-
tion mandates by state legislatures. The primary 
objective is to rid the profession of weak beginning 
teachers. Assistance and encouragement for new 
teachers must move to center stage and be separate 
from formal evaluation procedures. Beginning 
teachers are reluctant to discuss concerns with 
those responsible for evaluation (Fox & Singletary, 
1986). If assistance is given the attention it merits, 
considerations of teacher competence need to ad-
dress the following areas (apart from evaluation). 
1. Instructional Repertoire. As universities shift 
attention to liberal arts and general education pro-
grams, the subsequent decreased emphasis on 
pedagogy in many preservice teacher education 
programs creates both a need and c,n opportunity 
for local school districts to develop assistance pro-
grams (Thies-Sprinthall & Gerler, 1990). Current in-
duction programs vary in their response to this chal-
lenge, from more informal assistance programs to 
sustained and continuous mentoring programs 
(Fontana, 1990; Odell, 1990; Reiman, McNair, McGee, 
& Hines, 1988). The latter programs are far better 
equipped to assist with novice teacher pedagogical 
and content matter needs. Teacher induction pro-
grams that offer sustained and continuous assist-
ance can encourage new teachers to become adap-
tive and flexible - employing a repertoire of teach-
ing methods to meet the needs of the pupils. Joyce 
and Shower's (1988) research in teacher training 
could guide this work and is described in greater 
detail shortly. But instructional proficiency should 
be only part of future conceptualizations of compe-
tence. Recent programs have begun to describe the 
need for teacher development. 
2. Teacher development. The case for adult 
development has been set forth by a number of 
theorists. Two models, the developmental-task 
model and the developmental-stage model, gen-
eralize about adult development from theories which 
describe the interaction of the adult with the envi-
ronment. Developmental-task theorists (Gould, 
1978; Sheehy, 1976; Erikson, 1959) emphasize the 
tasks and major life experiences an adult faces, such 
as assuming the adult responsibilities of a career. 
Developmental stage theorists (Piaget, 1960; Kohl-
berg, 1969; Loevinger, 1976; Hunt, 1970), on the 
other hand, hypothesize and research progressive 
structural reorganizations in intellect, character, 
emotion, ego, and conceptual complexity within 
stages that are irreversible, sequential, and hier-
archical (Oja, 1980). A growing body of research 
with the latter theories shows how adults at higher 
levels are more flexible, more empathic, better able 
to employ principles in times of stress, and, in the 
case of teachers, employ a more extensive reper-
toire of teaching models (Joyce & McKibbin, 1981 ). 
Induction programs based on these theories would 
deliberately attempt to promote novice teachers' 
development toward higher developmental levels 
(Sprinthall & Thies-Sprinthall, 1983). A global issue 
in teacher induction vis-a-vis teacher education is 
the need for a "unified" theory of instruction for 
novice teacher development. The cognitive-devel-
opmental theory and Joyce's training components 
could become a promising framework for the future 
of teacher induction. 
A caveat is in order. Even when evaluation is 
removed from the induction process, assistance to 
novice teachers to enlarge instructional repertoire 
and to promote adult development can be prob-
lematic. Recent theorists (Fisher, Nadler, & Whitcher-
Alagna, 1983) have examined reasons for persons' 
resistance to assistance. Lack of parity in a mentor-
novice relationship, novice feelings of indebted-
ness, and/or novice teacher perceptions that the 
help is due to incompetence, constrain the potential 
of mentor/novice relationships. The degree to which 
mentorships achieve mutual gain, communicate 
how the assistance addresses the complexities of 
teaching rather than personal inadequacy, and con-
tributes to novice teachers' feelings of success and 
satisfaction may mediate resistance to assistance 
(Little, 1990). 
Provision of Mentors 
On-site mentors are valuable resources to 
novice teachers. Their attention to the primary needs 
of novice teachers greatly increases the proteges' 
chances for success. It is therefore incumbent upon 
school districts to address both the selection and 
training of mentors and other support personnel. 
1. Selection of mentors. Selection of candi-
dates for mentor roles warrants special attention. 
Selection processes should assess the candidate's 
level of commitment to a mentor role (such as pre-
vious work with student teachers), their aptitude for 
helping others, their ability to demonstrate a broad 
repertoire of teaching models, and their poise in 
stressful conditions. Stated differently, the selection 
process should embody a vision of what mentors 
should be like - helpful, empathic, and committed 
professionals who are thoughtful about their teach-
ing, who practice a wide variety of instructional 
models, and who are principled in times of stress. 
2. Training in working with adults. The class-
room provides little preparation for the unique 
demands of mentoring. Specialized training for 
mentors must therefore become a prominent ele-
ment in induction programs. In addition to provid-
ing needed skills, training helps clarify the roles and 
expectations of mentors. Such training should be 
long-term, school-based, and facilitated by teachers 
who have worked as mentors. Understanding the 
adult learner, communication skills, building trust, 
consultation strategies, and coaching guidelines are 
necessary components of the training agenda. 
In the future, mentor training programs will in-
corporate a supervised practicum experience. This 
practicum will give precedence to examining the 
content and process of assistance while a mentor 
candidate is actively engaged in working with a 
novice teacher. Formal and informal evaluations of 
practica in one district describe how the carefully 
guided experience is critical to mentor skill transfer, 
satisfaction, and professional and personal devel-
opment (Reiman, 1988). 
Time for Guided Opportunities to Plan, 
Analyze, Reflect, and Adapt 
Support programs should provide time for neo-
phyte teachers to broaden their capacity to reflect 
upon both the immediate patterns of teaching as 
well as the broader range of possible decisions and 
activities that affect teaching. Districts' response to 
the need for time have varied from no professional 
release time offered, to ½ day of professional re-
lease time per month for both the mentor and the 
beginning teacher, to reduced workloads and/or 
common planning periods for the mentor and novice 
(Fontana, 1990). Designated time for assistance can 
be used in a variety of ways. Three promising strat-
egies include instructional coaching, journal writ-
ing, and support groups for novice teachers, and 
are described as follows: 
1. Coaching as Guided Practice. Since enlarg-
ing the new teacher's instructional repertoire is one 
desired outcome of induction programs, the guid-
ing of novices by experienced teachers can utilize 
the work of Joyce and Showers (1988) . The bur-
geoning research on the complexities of expert 
classroom teaching (Berliner & Carter, 1986; Jack-
son, 1986; Vinger, 1987) are supportive of the need 
for instructional coaching. Novice teachers can 
7 
learn by observing mentors teach and by being, in 
turn, observed. This guided practice encourages 
teachers to reflect upon their instructional decision-
making. It is an attempt to make teacher instruction 
more rational than intuitive. Stoddart (1990) pro-
vides a detailed description of mentor/novice guided 
practice. Another medium for analysis and reflec-
tion is the use of journals. 
2. Written Reflection. One means of encourag-
ing novice teacher self-reflection is through written 
recording of significant teaching experiences. These 
reflections can be shared with the mentor for con-
tinued feedback, support, and suggestions. Ulti-
mately, a novice teacher journal enhances the abil-
ity to make meaning from the complex business of 
teaching. Yet another means of analyzing and re-
flecting upon new experience is through support 
groups. 
3. Support Groups for Novice Teachers. Veen-
man (1984) has offered a comprehensive analysis 
of the psychological problems that frequent the in-
duction experience. The need for psychological sup-
port is necessary if novice teachers are to master 
the complex challenges of teaching. Fuller (1969) 
and Thies-Sprinthall and Gerler (1990) present re-
search that illustrates the positive effects of support 
groups for novice teachers. This time of relaxed 
reflection helps teachers refocus their concerns 
from self to the task of meeting the instructional 
needs of students. See Thies-Sprinthall and Gerler 
(1990) for an excellent description of how to imple-
ment support groups for novice teachers. 
The time mentors spend with novice teachers 
influences new teachers' growth and perceptions 
of satisfaction. Hart and Murphy (1989) describe 
how visibility of mentor work plays a vital role in 
novice teacher assessments of the worth of the pro-
gram. These results are largely substantiated in a 
recent study by Reiman and Edelfelt (1990). Because 
time is a precious resource in the teaching profes-
sion, future induction programs should look for 
ways to provide regularly scheduled contact time 
during the salaried workday. Such a strategy helps 
mentors provide sustained assistance while meet-
ing the needs of their own classrooms. 
Orientation 
Orientations communicate the district/school 
culture to novice teachers. New teachers can be 
introduced to faculty and support services. Because 
many new teachers may be new to the community, 
providing information about housing, recreation, 
and community resources can also be helpful. Some 
districts provide a special time for new teacher 
orientation. For example, in Durham County, North 
Carolina, new teachers are invited to a week-long 
orientation prior to the beginning of the school year. 
Special emphasis is given to classroom planning. 
This program has been very responsive to the initial 
needs of new teachers. 
In the future, district orientations will be able to 
offer new teachers a library of videotapes of the 
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district's finest teachers. The videotapes will portray 
exemplary teachers in the planning stages and initial 
days of teaching. As anyone familiar with teaching 
will attest, those first days of instruction are critical 
ones. The opportunity for novice teachers to review 
their colleagues' planning and instruction will be 
invaluable, not because it shows the right way to 
teach, but because it illustrates a repertoire of skills 
being practiced by teachers with varied teaching 
styles. 
Orientations are more effective when the entire 
district understands the role of mentors and the 
purposes of induction. 
District/School Understanding of the 
Purposes of Induction 
The education profession must understand the 
need for teacher induction programs. Although 
there has been increased interest in teacher induc-
tion, many educators are still unaware of the value 
of purposeful induction, or worse, believe that the 
"sink or swim" philosophy of induction is still most 
appropriate. For example, throughoutthe literature, 
program evaluators acknowledge the uncertainties 
of principals, and in some cases mentors, about 
specific assistance behaviors that are central to 
mentoring (Hart, 1989; Neufeld, 1986; Smylie & 
Denny, 1989). In one of our own studies (Reiman & 
Edelfelt, 1990), we identified a need for teachers, 
not directly involved with the induction enterprise, 
to understand the role of mentors and the purposes 
of induction. 
In the future, it will be desirable to examine 
avenues for communicating the purposes of induc-
tion, its role in the continuum of professional devel-
opment, and the tasks of mentors and principals in 
the induction process. Induction should be better 
understood in most schools by a majority of the 
staff. 
Realistic Assignment 
As was mentioned previously, a litany of diffi-
culties surround the first years of teaching. One of 
the most troubling is related to the new teacher's 
assignment of professional responsibilities. When 
a new teacher is given a difficult teaching assign-
ment, i.e., teaching in an area with little background, 
having several preparations, working with large 
numbers of disruptive students, and assuming re-
sponsibility for extra-curricular activities, that be-
ginning teacher is at risk of failure. There is grow-
ing evidence that difficult assignments to novice 
teachers sabotage an otherwise strong induction 
program that includes on-site and skilled mentors 
(Huling-Austin & Murphy, 1990). 
Induction programs must address the need for 
realistic assignments for beginning teachers. Un-
realistic assignments exacerbate the difficulties in 
a new teacher's initial experiences. The opportunity 
for a gradual assumption of professional respon-
sibilities is absent. In the future, district induction 
programs should strive to match appropriate re-
sponsibilities to the first years of teaching. 
Conclusion 
The far-reaching aims of induction - to retain 
and induct novice teachers, to reward and revitalize 
experienced teachers, and to increase professional 
efficacy are laudable goals. Yet, at present, these 
goals are largely unfulfilled. Induction programs 
with mentors in featured roles often encounter con-
straints of time, absence of theoretical constructs, 
limited training for mentors, role ambiguity, and 
specific occupational obstacles that interfere with 
effective assistance (Huling-Austin, 1990; Little, 
1990). 
Clarifying a district conception of teacher induc-
tion may be the most important action a school 
district can take if it hopes to adequately support 
and sustain new teachers and create a cadre of 
experienced mentors. There is no substitute for a 
shared language and understanding. As teachers, 
administrators, and policy-makers concern them-
selves with the visions and goals of their program, 
it may be helpful to engage in self-assessment. This 
might include: 
• "Will our program have a theoretical / 
conceptual framework to guide 
implementation?" 
• "What strategies will encourage a gradual, 
rather than abrupt, experience for novice 
teachers?" 
• "How can an induction program promote 
sustained, rather than intermittent, assistance 
to novice teachers?" 
• "How will an induction program be woven 
into district conceptions of professional 
development?" 
• "What type of training should be provided 
for prospective mentors?" 
• "How will the rationale and purposes of the 
program be communicated to the larger 
educational community?" 
• "How will time for assistance be addressed?" 
Ultimately, these questions are paramount to 
the vision of our profession in the 21st century. 
Treating novice teachers with respect and genuine 
regard through effective induction bodes well for 
all teachers. The needs of beginning teachers de-
scribed in this paper may offer one litmus test of 
the effectiveness of an induction program. 
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The paramount objective of teacher-induction 
programs is to meet the needs of new teachers as 
they begin teaching in a school system (Odell, 1986). 
In most teacher-induction programs, this goal is 
accomplished by assigning a veteran teacher (men-
tor) to provide one-to-one support to a newcomer 
(Huling-Austin, 1988). If support efforts are to be 
effective and facilitate teacher development, recog-
nizing the beginners' needs is essential. The success 
of an induction program may depend on mentors' 
ability to perceive and respond to residents' con-
cerns (Driscoll , Petersen & Kauchak, 1985). 
Research has focused on identifying needs of 
beginning teachers. Until recent ly, most of this 
research has been retrospective in nature, i.e., re-
searchers have asked beginning teachers, in inter-
views or questionnaires, to reflect back over the 
experiences of their first year of teaching (Huber-
man, 1985; Veenman, 1984). 
One restriction of this approach is the nature of 
reflection. The retrospective approach may capture 
only the intensity of new teachers' concerns and 
therefore, exaggerate the importance of a particular 
event. For example, a teacher may remember and 
report a problem that was especially worrisome, 
even though it occurred only once during the year. 
Depending on the precise nature of the information 
sought, this sensitivity to intensity may be viewed 
as an advantage or disadvantage. 
In an attempt to more accurately determine be-
ginning teacher concerns, Odell (1987) used a func-
tional, rather than retrospective, approach. Odell, 
Loughlin & Ferraro (1987) asked mentors to record 
monthly the number of questions asked and con-
cerns expressed by their residents. Through this 
procedure the researchers identified seven discrete 
catagories of support and chronicled the changing 
needs of new teachers. 
The functional approach is dynamic and has the 
advantage of being able to detect shifts in begin-
ners' concerns throughout a school year. Used 
alone, however, frequency may not be a reliable 
indicator of the intensity of a beginner's needs and 
concerns. For example, a beginner may ask a men-
tor five questions about the district's field trip pro-
cedures but only one question concerning a difficult 
child who disrupted class the entire day. 
Whatever restrictions of the data collection pro-
cedures, the results of both retrospective and func-
tional approaches have indicated the needs of new 
teachers fall into three general domains. First, the 
personal domain includes needs for emotional sup-
port and encouragement. Second, the instructional 
domain includes needs for help with tasks such as 
developing effective teaching strategies, locating 
instructional resources and materials, and estab-
lishing classroom discipline and management. 
Third, the professional context domain includes, for 
example, a need for information about district poli-
cies, procedures, and expectations. 
Simply identifying needs does not ensure that 
the needs of the beginner will be addressed. Since 
formal attempts to provide structured support to 
beginning teachers are a relatively recent phen-
omenon, there has been little research on mentor 
teachers' sensitivity to and understanding of begin-
ners' needs, or their own perceptions of the func-
tions they should serve. 
In designing this study, three questions were of 
primary interest. First, what do beginning teachers 
perceive to be the most important functions of a 
mentor? Second, what do mentors perceive to be 
their most important functions? Third, to what de-
gree do mentors and beginners agree in their per-
ceptions regarding the relative importance of the 
various functions a mentor can serve? 
Because neither the functional nor retrospective 
approach is a completely satisfactory way to mea-
sure new teachers' concerns and mentors' percep-
tions of their role, The Mentoring Functions Survey 
(Anderson & Enz, 1988), a weighted ranking survey, 
was designed. This survey asked respondents to 
distribute 100 points among 14 mentoring functions 
from the personal, professional, and instructional 
domains. The distribution of points indicates the 
relative importance of each function to that partici-
pant, with more points signifying greater impor-
tance. Thus, points assigned a single function can 
range from O to 100, but the total must equal 100. 
The instrument yielded a weighted ranking of the 
14 functions and thus reflects the intensity of the 
respondents' preferences and the degree of differ-
ence in preferences among the items. The survey 
was adopted for this study as the most appropriate 
way to determine both the intensity of new teachers' 
concerns at the beginning of the school year and 




The subjects of this study were participants in 
the Arizona Teacher Residency program (ATRP). 
The ATRP is an induction program that combines 
in partnership the efforts, resources, and personnel 
of the College of Education at Arizona State Univer-
sity, the Center of Educational Development, local 
school districts throughout the State, and the State 
Department of Education. The goal of this project 
is to provide instructional support and guidance to 
beginning teachers by training mentor teachers to 
provide one-to-one assistance to resident teachers. 
The participants are identified by school district 
administrators and or subject area. 
Program personnel conduct an intensive 16 
hour workshop for the mentor teachers. The train-
ing includes instruction in (a) the use of an assess-
ment instrument; (b) observation/scripting skills; 
and (c) conferencing and coaching techniques. In 
addition, beginning teachers also receive parallel 
instruction/orientation in the use of an assessment 
instrument. 
Procedure 
Prior to participating in the Arizona Teacher 
Residency Project, 224 beginning teachers and 127 
mentors attended the 8 or 16 hours of residency 
training, respectively. Participants were asked to 
complete the Mentoring Functions Survey at the 
very beginning of their training. At that time, men-
tors and beginners had been identified and paired, 
but no formal mentoring relationship (observations, 




Mean Weighted Rankings: Beginners (B) and Mentors (M) 
Fall 1989 
Mentor Function Survey Items 
B M p 
(224) (127) 
1. PERSONAL DOMAIN 
a. Provide moral support and encouragement. 14.3 14.8 
b. Demonstrates friendship and acceptance. 7.0 8.6 . 
c. Give advice abou t balancing personal and 2.3· 2.9 
professiona l time. 
d. Demonstrate interest in non-school life. 1.5 2.3 
2. INSTRUCTIONAL DOMAIN 
a. Observe lessons and provide feedback. 11.3 12.0 
b. Give advice about classroom management and discipline. 11.3 12.2 
c. Help to locate and select resource materials. 8.9 7.0 
d. Provide advice on lesson plan development. 8.4 8.4 
e. Demonstrate lessons. 6.5 7.5 
3. PROFESSIONAL DOMAIN 
a. Give advice about parental conference. 6.7 6.0 
b. Provide information about district policies and procedures. 7.8 5.6 . 
c. Give advice about routine classroom clerical responsibilities. 6.2 6.5 
d. Provide information abou t roles and responsibilities of 3.9 3.1 . 
classified staff. 
e. Provide information about faculty politics and relationships 4.1 3.2 . 
- -100 points . Significant 
(ANDERSON & ENZ. ASU, 1988) difference, p $ 0.05 
Data Analysis 
For each function, group means were calculated 
and analyzed separately for both mentors and be-
ginners. To test for mean differences, t tests were 
conducted, using the .05 level for decisions about 
significance. 
Results and Discussion 
Table 1 contains means from the weighted rank-
ing for each survey item, by respondent group (be-
ginners vs. mentors) . In addition, the table contains 
results of t tests for comparisons of group means 
on each item. The items are grouped into the per-
sonal, instructional, and professional domains. 
Personal Domain 
Rankings varied greatly across the four func-
tions in the personal domain . Both mentors and 
beginners assigned the greatest number of points 
overall to the function "provides moral support and 
encouragement." For the function "is accepting and 
befriending," the difference in points assigned by 
mentors (M = 8.6) and residents (M = 7.0) was 
significant-:-Within the personal domain, provision 
of moral support and encouragement was perceived 
as very important by both mentors and beginners, 
as was providing friendship and acceptance. Fur-
ther, mentors perceived these functions to be more 
important than beginners. One possible interpreta-
tion is that when mentors were beginners, they 
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found support and friendship to be most helpful, 
or the kind of assistance they wished they had re-
ceived. Another possibility is that teachers selected 
for mentoring, a nurturing role, were chosen be-
cause they possessed nurturing characteristics. The 
latter explanation seems especially plausible if one 
considers the criteria for choosing mentors. Speci-
fically, criteria recommended by the Arizona Teacher 
Residency program stresses a nurturing personality 
as a critical aspect for selecting mentors. Although 
district personnel make the final selection decisions, 
they most likely give consideration to the recom-
mendations. Points assigned by mentors did not 
differ significantly from points assigned by begin-
ners on either of the other functions in the personal 
domain: "gives advice about balancing personal 
and professional time," and "demonstrates an in-
terest in non-school life." 
Both groups viewed as relatively unimportant 
the functions of "giving advice about balancing per-
sonal and professional time" and "demonstrating 
an interest in non-school life." Since these functions 
relate to the beginner's life outside the school con-
text they may be viewed as unnecessary to a school 
based relationship. 
Instructional Domain 
Ratings by both mentors and beginners were 
relatively high for the five functions from the in-
structional domain. Beginners assigned the func-
tion "helps locate and select resource materials" 
significantly more points (M = 8.9) than mentors 
(M = 7.0). Perhaps mentors, with their years of 
experience, take for granted the materials and units 
they have developed or collected during their careers. 
Means of the two groups did not differ significantly 
on any of the other four items from the instructional 
domain. The results of the survey make it very clear 
that the beginners in this study wanted their men-
tors to demonstrate lessons, help develop lesson 
plans, provide advice about classroom manage-
ment, and identify effective techniques for disci-
pline. Interestingly, beginners expressed a strong 
desire to be observed by their mentor and receive 
feedback on their performance. 
Professional Domain 
Three functions in the professional domain 
were assigned significantly more points by begin-
ners than mentors. First, for "provides information 
about district policies and procedures," means for 
beginners and mentors were 7.8 and 5.6, respec-
tively. Second, for "provides information about fac-
ulty politics and relationships," means of residents 
and mentors were 4.1 and 3.2, respectively. Third, 
for "provides information about roles and respon-
sibilities of classified staff," means of beginners and 
mentors were again 3.9 and 3.1, respectively. Group 
means did not differ for the other two functions in 
the professional context domain: "gives advice 
about parent conferences," and "gives advice about 
routine classroom roles and responsibilities." It ap-
pears that within the professional domain, residents 
attributed significantly more importance than men-
tors to the provision of information about district 
policies and procedures, faculty politics and re-
lationships, and roles and responsibilities of class-
ified staff. Mentors may be so much a part of the 
school culture that they don't realize a newcomer 
feels like a " stranger in a strange land" and needs 
guidance to understand the complex rules that gov-
ern the unique society of each school. 
Conclusive results of a weighted ranking of 
mentoring functions indicate beginners' major con-
cerns involve classroom instructional practices -
that is, management, discipline, locating resources, 
being observed by the mentor, and receiving feed-
back on their performance. Residents also value 
highly the provision of emotional support, encour-
agement, and friendship. It is encouraging to note 
the high degree of consensus between beginners' 
needs and mentors' perceptions of their roles. Men-
tors perceive their role to include provider of moral 
support and encouragement, as well as instruc-
tional advisor, with emphasis on observing resident 
lessons and providing feedback. 
Results of this study are generally consistent 
with findings from both the functional and retro-
spective approaches. Results based on the weighted 
ranking differed from results based on the functional 
approach for one function - receiving information 
about policies and procedures of the school district. 
In Odell's (1986) study, this category received the 
second highest frequency count, but in this current 
study, it appeared to be an "average" concern . This 
difference may reflect the differences between fre-
quency of needs and intensity of concern. Blending 
the functional approach with a weighted ranking 
would allow for continuous monitoring of the 
changing intense concerns of beginners and would 
be a powerful technique for helping mentors re-
spond to their residents. 
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The transition from student teaching to the first 
year of teaching can be a traumatic experience for 
beginning teachers. One reason for this is that the 
reality of all the roles a teacher must learn to play 
cannot be learned in the short term of practice teach-
ing. Beginning teachers often feel neither prepared 
for the number of new roles, nor able to cope with 
the diversity of these roles. Not only are the number 
and complexity of the roles of a teacher overwhelm-
ing, but added to this is also the fact that many new 
teachers function in a professional desert. Teaching 
seems to be the only profession where "Fully re-
sponsible for the instruction of his students from 
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his first working day, the beginning teacher per-
forms the same tasks as a twenty-five year veteran 
(Lortie, 1975; p. 72) ." When faced with all the prob-
lems, frustrations, stress, isolation, first-year teach-
ers often suffer from "reality shock." 
"Reality shock" is not a new or ambiguous con-
cept. Muller-Fohrbrodt, Cloetta, and Dann distin-
guished the following five indications of reality 
shock: Perceptions of problems, which includes 
subjectively experienced problems and pressures, 
complaints about work load, stress, and psycholog-
ical and physical complaints; Changes of behavior, 
which includes changes in teaching behavior con-
trary to one's beliefs because of external pressures; 
Changes of attitudes, which includes changes in 
belief systems (e.g., a shift from progressive to con-
servative attitudes with respect to teaching meth-
ods); Changes of personality; which refers to 
changes in the emotional domain, stability, and self-
concept; and Leaving the teaching position, as the 
disillusion may be so great that the beginning teacher 
leaves the profession early (Veen man, 1984, p. 144). 
Whatever the reasons, the stress and anxiety 
are there. With all the roles, problems, frustrations, 
and adjustments facing the first year teacher, just 
plain surviving becomes a paramount goal. Ryan 
(1980) may have said it best when he simply stated, 
"The real task of the first-year teacher may be sim-
ply to become a second year teacher (p. 18)." 
This is a major reason for concern; beginning 
teachers often go from student teaching, with a high 
level of supervision for the most part, to their first 
year of teaching, with little or no supervision. The 
plight of new teachers is one to be concerned about 
because of the possible consequences of their di-
lemma. The beginning teacher is not the only one 
who suffers in these situations. If a first grade teacher 
is overwhelmed with the number of students s/he 
has and is unable to teach them the basics of read-
ing, the students also suffer. If a high school science 
teacher can't control his/her class and is therefore 
unable to let them do experiments in chemistry lab, 
the students also suffer. If a middle school math 
teacher has difficulty getting his/her students to lis-
ten and learn the basics of algebra, the students 
also suffer. All of these problems add to the frustra-
tions that first year teachers feel in beginning a 
teaching career, and the feeling that something is 
missing from their training . 
After conducting an extensive study of the pro-
blems of beginning teachers, McDonald (1980) rec-
ognized the period of transition into teaching "as a 
major and critical life experience for teachers" (p. 
25). He observed that: "It is this group of teachers 
who have, in every study in which they have been 
queried, told us that the experience of beginning 
teaching was traumatic and that they did not feel 
prepared for it (p. 7)." McDonald contended that 
"the training of these beginning teachers is essen-
tially a cottage industry (p. 265-66)." As a result, 
the "seeds of burnout are planted" during this trans-
ition period because beginning teachers must solve 
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their problems by themselves. 
One way of bridging the gap beginning teachers 
experience is to continue the kind of support system 
for first year teachers that was utilized during their 
pre-service teaching experience, i.e ., some type of 
induction program with a support system including 
a mentor teacher and a university consultant. 
As early as 1956, Eye provided recommenda-
tions for "bridging the gap" between the college 
and the classroom and gave specific suggestions 
for induction programs. In his book, The New 
Teacher Comes to School, the following description 
of the process of induction was stated: 
The induction of a new teacher begins with 
the first official contact that the new teacher 
has with the school ... The process ends 
when he is able to stand as any experienced 
member of the staff, with a feeling of sec-
urity which will enable him to teach effec-
tively without undue fear or apprehension 
. . . Practically speaking, the school should 
have some organized means of helping all 
new teachers for at least one year, and an 
organized means of helping individual new 
teachers for an extended time, which means 
until they can profit sufficiently from a 
supervisory program designed for the entire 
staff. (p. 325) 
There is a general consensus among educators 
about the common components of successful in-
duction programs (Conant, 1963; Johnston and 
Ryan, 1983; Griffin and Hukill, 1983; Zeichner, 
1979). A comprehensive teacher induction program 
should include the following elements: provisions 
for acquiring additional knowledge and instruc-
tional skills; opportunities for developing attitudes 
that foster effective teaching performance; assist-
ance in recognizing the effects of isolation; and aid 
in becoming integrated into the school district and 
community. A teacher induction program with these 
elements will increase the likelihood that the new 
teacher will continue his or her career as a produc-
tive, competent, professional (Johnston, 1985). One 
of the ways of incorporating some of these ideas 
in an induction program is with the development 
of an induction seminar for beginn ing teachers. The 
induction seminar should address topics that help 
the beginning teacher cope with reality shock, iso-
lation, anxiety, and self doubt. These concerns and 
problems do occur and they can be minimized 
(Lortie, 1975). 
Veenman (1984) noted that the need for assist-
ance for beginning teachers is recognized and rec-
ommendations have been made regarding induc-
tion strategies. His review of the literature revealed 
several common induction practices: 
1. Provision of printed materials about em-
ployment conditions and school 
regulations 
2. Orientation visits to the school before the 
start of the first year 
3. Released time 
4. Group meetings among beginning 
teachers for emotional support 
5. Consultations with experienced teachers 
6. Assignment of an experienced teacher as 
a helping teacher 
7. Conference/workshops on specific topics 
8. Reduction in teaching load 
9. Conferences with supervisors 
10. Opportunities to observe 
11. Team teaching 
One common finding that stands out in most 
research on induction, however, is the strong posi-
tive feeling which beginning teachers have for in-
duction efforts, if for no other reason than as John-
ston (1981) stated, "It may be the case that begin-
ning teachers receive so little attention, or that their 
needs are so great, that any effort to ease the entry 
into the profession is perceived in a positive light." 
Teacher education institutions and professional 
associations have a stake in the professional per-
formance of new teachers. The failures of the new 
teacher call into question the effectiveness of their 
preparation at teacher education institutions (Ryan, 
1986). In addition, the failure of beginning teachers 
undermines the profession as a whole. 
Not all frustrated beginning teachers drop out 
of teaching . Some do learn "to swim". However, 
these teachers, too, need more supervision if they 
are to experience growth during that first year in-
stead of merely surviving. 
One way of dealing with this problem is by the 
incorporation of an induction program with addi-
tional supervision. In the wake of national concern 
regarding the qualifications of beginning teachers, 
an increasing number of programs is being piloted 
to explore possibilities for the induction year. 
The term "teacher induction" generally is used 
to refer to " the improving of the mode of new 
teachers' entry and to the planned support the new 
teachers receive as it occurs (Veen man, 1984)." 
However, the methods chosen to implement this 
assistance and support differ. Induction practices 
are as varied as the school districts employing them. 
One issue concerning the structuring ofteacher-
induction programs is which educational agency is 
going to be responsible for program initiation and 
implementation. Presently, there are three main 
types of induction programs being implemented: 
state-mandated programs, local school district pro-
grams, and college/university-based programs. As 
might be expected, each program has a unique 
contribution to make, and each program has a vested 
interest to protect. It is generally agreed that current 
teacher induction programs have one of two main 
objectives : assistance and/or assessment (Huling-
Austin, 1986). While an induction program may have 
elements of both assistance and assessment, usu-
ally the program is being driven by one objective 
or the other and this element is more strongly em-
phasized in the program. 
The Florida Beginning Teaching Program im-
plemented in 1982, is one of the state-mandated 
induction programs and is a program of assess-
ment, as are all state-mandated programs (Hawk 
and Robards, 1987). Common elements of the state-
mandated programs include: 
1. a license or provisional certificate 
2. certification by professional committee 
3. state-mandated design and district-
administered program 
4. a support team 
5. a generic teaching skills list 
6. help to improve skills. 
(Haisley, Gilberts and Kehl, 1983, p.41 -42) 
The elements of the state-mandated programs tying 
induction to the certification or licensing of teachers 
makes this basically an assessment program. 
There are certain areas of concern with pro-
grams that tie induction to certification. One of the 
dangers of assessment programs, according to Hul-
ing-Austin is that: 
"Mandates, by their nature, focus on the 
achievement of minimum criteria. And be-
cause these mandates represent the required 
components of the program, they typically 
get the most attention (Huling-Austin , 1986, 
p.4). 
Another area of concern with an assessment 
induction program is that the expectations for the 
program may become somewhat unclear and the 
possibility of misinterpretation is a distinct possibil -
ity. It is feasible that a new teacher may be unsure 
as to whether his/her mentor teacher is in actuality 
helping with a problem, or providing information 
about retention or dismissal to the principal or cer-
tification committee. This would cause the begin-
ning teacher to be self-protective and, possibly, 
defensive in professional relations with that person 
(Griffin and Hukill, 1983). 
Assistance programs, on the other hand, are 
not tied to certification or licensure of teachers. 
Teacher induction programs initiated by colleges 
of education generally are not linked to licensure 
and, thus, are not strongly evaluative. Instead, 
college-based programs tend to focus on educating 
beginning teachers through coursework. Because 
the teacher educators in those programs are not 
the employers of the new teachers, the programs 
usually have very little to do with the orientation of 
the teacher into a particular school setting. 
Local school districts are also concerned with 
the induction of new teachers and some have set 
up their own induction programs. Because they are 
the employers of the new teachers, they often in-
itiate programs that are primarily for orientation to 
the school's procedures and environment and for 
evaluation of the teachers' performances. This type 
of program also has the potential for involving the 
veteran teachers in offering structured support to 
new teachers. However, because these programs 
are often organized and initiated by the school's 
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administration, it is often confusing for the begin-
ning teacher. They are often unsure whether the 
induction program being run by the local school 
district is one of assessment or assistance. A ques-
tion occurring in the mind of the beginning teacher 
might be "Will the mentor teacher a~signed to h~lp 
me with my concerns also be reporting to the prin-
cipal when it comes time for my evaluation at the 
end of the year?" Once again, the new teacher could 
find him/herself in a defensive and self-protective 
position. 
In the states with induction programs, the role 
of higher education institutions varies greatly. In a 
study by Hawk and Robards (1987) it was reported 
that: 
In the District of Columbia universities have 
no designated role; on the other hand, in 
Virginia nine institutions of higher educa-
tion receive money from the State Depart-
ment of Education to coordinate and man-
age the logistics of induction programs. The 
other state teacher induction programs fall 
between those two ends of a continuum 
(p.33). 
Higher education involvement appear~ to be 
primarily in areas of providing inservice ass1~tance, 
training personnel in the use of assessment instr~-
ments, serving on system-wide induction com~1t-
tees, consulting with induction teams, offering 
workshops or courses, and being available as re-
source personnel. 
There has not been much research done on the 
role of the university consultant in college/univer-
sity-based programs, and it is this element of the 
induction question that this study will examine 
more closely. This study will concentrate on a de-
scription and analysis of the roles of the uni"'.ersity 
consultant and the benefits of those roles, as viewed 
by the consultant, the mentor teachers, and the in-
ductees. This research (Davis, 1989) examined an 
Induction Program at a university in the midwest 
which was designed to provide assistance and sup-
port to first-year teachers. Following is a _listing of 
the three basic questions that were examined, and 
a summary of what was found: 
Question 1. What roles does the university con-
sultant play in the University's Teacher Induction 
Program? 
The university consultant studied for this re-
search identified the following roles as the most 
important to the position of the university consul-
tant in teacher induction programs: support per-
son, a bridge between the undergraduate met~od-
ology and the real world of the classroom, advisor, 
observer, and resource person. 
The inductees and mentor teachers saw the uni-
versity consultant basically as a resource person, a 
program coordinator, a support person, a facilitator, 
and an advisor. 
The two areas where there were discrepancies 
between the university consultant and the mentors/ 
inductees were in the roles of bridge and observer. 
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The consultant felt that these two roles were signif-
icant to the role of the university consultant, but 
the mentors and inductees did not. 
Question 2. In what ways does the university 
consultant influence beginning teachers in the Uni-
versity's Induction Program? 
The university consultant, mentor teachers, and 
inductees agree that the mentor teacher is the pri-
mary influence in the induction program but they 
also agree that the university consultant is e~~ential 
to the induction program. In fact, the part1c1pants 
in the study expressed a need for the university con-
sultant to be hired on a full time basis so as to be 
more available to meet with each induction team. 
The university consultant questioned whether or 
not he had much influence on the inductees, but 
the rest of the participants felt that he did play an 
important part in the induction of the ~eginning 
teachers. The basic ways the mentors and inductees 
felt that the consultant was influential were in the 
roles of support person, resource person, and pro-
gram coordinator. They did not see the consultant 
in an evaluative role but rather in a supportive role, 
and a role that they did not feel the program should 
be without. 
When considering the role of support person, 
an important point mentioned by Bob, one of the 
mentor teachers, related to the psychological effect 
of having a university consultant available when 
and if s/he was needed. This gave the inductee an 
added boost of confidence, knowing that there was 
another person "on call" if needed. Whether or not 
the consultant was actually used in this role, Bob 
felt, was beside the point. S/he was available for 
use; that was the key. This added strength to the 
support system for the inductee. 
A second reason the inductees found this sup-
port system so important was that in some cases, 
for example with Beth and Linda in particular, their 
respective mentor teachers were so busy them-
selves, the beginning teachers needed the univer-
sity consultant for the kind of support usually fur-
nished by the mentor teachers. Not all of the schools 
allowed mentoring time because of scheduling con-
flicts, and some ofthose that allowed time, included 
it in with the teacher's preparation time. No separate 
mentoring time was scheduled into the program. 
The role of the university consultant as a member 
of the support system became even more important 
in these cases. 
A second area where the university consultant 
influenced the beginning teacher was in performing 
the role of resource person. Beth and Linda espe-
cially found Dr. Shulka, their consultant, invaluable 
in this role. Linda felt that Dr. Shulka was extremely 
important in playing this role because of their simi-
lar backgrounds in business education. Beth found 
Dr. Shulka extremely helpful as a resource person 
in providing contacts for her in the area of foreign 
language. Although he was not extremely know-
ledgeable in the area of Spanish himself, he arranged 





at the University, and made contacts for her with 
other foreign language teachers in the area. 
All of the inductees and mentor teachers felt 
that Dr. Shulka played an influential role in the area 
of program coordination . He assisted them in devel-
oping the Personal/Professional Development Plans, 
in scheduling classes, in working out financial ar-
rangements with the university, and so on. 
Therefore, it was determined by the participants 
in the study that the university consultant was in-
fluential in varying degrees with each inductee, but 
all agreed that he was essential to the success of 
the program. 
It is now time to consider the generalizability of 
what has been learned by examining the third re-
search question set up for this study. 
Question 3. What can be learned from looking 
at one university consultant and the roles he played 
in the induction of beginning teachers in the Univer-
sity's Induction Program, that is generalizable to 
other programs? The following conclusions and 
implications for practice were derived from the data 
collected for this study. 
1. There is a problem with structuring such 
programs. 
Everyone involved feels induction programs are 
important; however, there is not always a commit-
ment made by the people involved in the following 
areas: 
a) Financial support. 
There is inadequate funding and a lack of re-
sources available to support many programs. A 
definite commitment needs to be made on the part 
of the school districts, the mentors, the principals, 
the inductees, the colleges and universities, and the 
state to fund such programs. 
b) Training for consultants. 
There is an underlying assumption being made 
by the administrators of such programs that methods 
teachers/supervisors that are being hired as con-
sultants have a certain knowledge-base of super-
visory practices, when in fact, it may not be known 
exactly what training each of the consultants in the 
program has had. To circumvent problems arising 
from such situations, an induction program should 
institute a training program for consultants. This is 
not an issue of just "more training" but quality train-
ing. Definite guidelines need to be determined as 
to what it is the consultant needs to know to act as 
a consultant. Because consultants are asked to play 
such a variety of roles, it is vital that the consultants 
receive training in how to play these roles. Some 
of the areas where it seems essential for a university 
consultant to have training include the following: 
1) It seems essential that consultants have 
classroom teaching experience as they could 
then provide much needed insight into vari-
ous situations that might occur. This would 
also give the consultants more credibility 
with the mentor teachers and administrators 
with whom they work. 
2) Consultants need to know what research 
says effective teaching is and should be skil-
led in the different approaches. 
3) Consultants need to have training in the 
various models of supervision and under-
stand the difference between the supervi-
sion of a student teacher and consulting with 
an inductee. 
4) Consultants should have strong human 
relation skills as they will be working with 
so many different individuals in many differ-
ent school districts. 
5) Consultants should have good counsel -
ing skills. 
c) Release time and/or compensation for men-
tor teachers. 
This was a point mentioned consistently with 
the mentor teachers. Although being involved with 
the induction program was a learning and growing 
experience for the mentor teachers as well as for 
the inductees, it was a challenge to fit mentoring 
into their already busy schedules. As Ken, one of 
the mentor teachers so aptly put it, 
The ideal situation for the mentor program 
is not just to see if you can take off when-
ever, or to have parallel coinciding prep 
time, because prep time is your (the men-
tor's) prep time, it's not your mentor time, 
but we need to have release time. And that 
has a price tag attached. 
But we need the time ... find time to get to-
gether, take time to reflect. Reflect! I'm lucky 
if I can find the doggone mirror, let alone 
reflect!! 
Release time is one of the most important com-
ponents of this program as a great deal of time is 
required on the part of the mentor teacher to suc-
cessfully achieve the goals of the induction pro-
gram. And yet, very few schools made the commit-
ment that was needed and allowed release time for 
the mentor teacher to work with the inductee. If 
mentors used prep time for mentoring, then they 
had no time to prepare for their classes. Also, in 
some instances, scheduling conflicts did not even 
allow for common preparation time so any mentor-
ing had to be done before or after school, during 
the lunch time, or in between classes. Although this 
is a key element to the program, it is one that is 
sadly neglected. Yet, this was noted already in 1963 
when Conant laid out the components that he felt 
were needed for teacher training programs. And 
the state's Education Association, in their Task 
Force Report on Beginning Teacher Induction (1988), 
set up guidelines for release time during the school 
day and compensation for time used outside the 
normal work day. 
d) Training for mentor teachers. 
Again the issue of quality training is the key 
point here. Mentor teachers should receive training 
in the realm of peer coaching to help them handle 
the responsibilities they face in guiding new teachers 
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through the first year of their careers. As McKenna 
pointed out in her study (1987), 
The role-functions that mentors in this in-
duction program used most often were those 
of advisor, counselor and supporter, thus 
characterizing the role of mentor as distinctly 
different from that of a cooperating teacher. 
Mentor teachers feel much more a collegial 
relationship with the inductees. Cooperat-
ing teachers define their association as much 
more of a student and teacher relationship 
with the role-functions most often being 
ones of guide, teacher, and evaluator. 
Because of these differences, the mentor teach-
ers need to be trained in the specific area of peer 
coaching. This was again emphasized by the Mc-
Kenna study (1987), the university consultants inter-
viewed, and the mentor teachers utilized in this 
study. 
2. The role of the university consultants and 
the activities they participate in need to be 
clearly stated. 
The university consultant in the University's In-
duction Program acts somewhat as a chameleon, 
taking on different roles, or colors, for each individ-
ual inductee. The consultants interviewed preferred 
this flexibility with the program. They felt that it 
allowed them the freedom to adapt their styles to 
the various schools and the personnel with whom 
they worked. Some consultants preferred greater 
control and ran their programs as extensions of their 
supervision of student teachers, while other~ ~elt 
that they should be doing little or no superv1s1on 
and preferred to be called on as needed. However, 
a problem occurred when the activities practiced 
by the consultants were so diverse. For example, 
when one consultant visited the schools and did 
clinical observations, and another consultant never 
entered the classroom during visits, the school got 
two different impressions of the commitment level 
ofthe university consultants. This added to the con-
fusion that many of the inductees felt about the role 
of the university consultant. What was seen as a 
strength by many of the consultants caused prob-
lems for the very inductees the consultants were 
trying to help. As the research indicates, 
Effective induction systems are based on 
and oriented toward clearly stated, well-
articulated, and generally understood ex-
pectations and norms. Indeed, without well-
articulated and codified norms, the develop-
ment of a systematic induction process is 
nearly impossible. 
Schlecty, p. 41, 1985 
This is not to say that the role should be strictly 
defined and stringently adhered to. This would allow 
no flexibility within the program. However, some 
expectations could be stated more clearly, which 
would add consistency to the actual practices of the 
role. For example, one expectation for the university 
consultant could be stated as: The university con-
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sultant shall play the role of facilitator when working 
with the inductee in that s/he will help forward the 
inductee's progress in growth and self-evaluation. 
Various activities enacted within the playing of this 
role would be ones to encourage reflective thinking, 
such as action research . 
3. It is not essential for the university consul-
tant to be in the same field as the inductee, 
but it is helpful. 
In many of the roles the university consultants 
assume in their duties with inductees, it is not essen-
tial for them to have been educated in the same 
major as the beginning teacher. For example, as a 
support person, a facilitator, mediator/protector, 
counselor, or as the program coordinator, the con-
sultant's skills as a counselor, administrator, and 
discussion leader are being called upon, not specific 
knowledge in any one subject area. However, when 
called upon as a resource person, an observer, or 
bridge, the knowledge called upon would depend 
upon the questions raised. In these areas, it might 
be beneficial to have been trained in the same con-
tent area. One example where our university consul-
tant, Dr. Shulka, was extremely effective with an 
inductee was in the case of Linda, the business edu-
cation teacher at Longfellow. When Linda needed 
help with the curriculum, Dr. Shulka was able to 
supply her with names of textbooks, companies, 
and resources specific to her needs. He was able 
to help her with her lesson planning, time-manage-
ment problems, and daily organization to a much 
greater extent since he was familiar with teaching 
in that subject area. This was consulting when it 
was most beneficial. For other inductees, he was 
also able to serve as a resource, but it wasn't to the 
same extent. In many cases, he would refer them 
to other resources, people, and so on, in their areas 
of concentration. He was still serving in the role of 
resource, but not to the same degree. 
4. Some type of personal/professional devel-
opment plan is a good idea in helping begin-
ning teachers experience growth. 
One of the goals of any teacher induction pro-
gram should be to help beginning teachers grow 
as teachers, not to just survive. The University's 
Teacher Induction program attempts to aid in this 
process by having the inductees develop a Personal/ 
Professional Development Plan. In this plan, the 
beginning teachers are to identify their concerns 
about teaching in six general areas: planning, man-
agement of student conduct, instructional organiza-
tion and development, presentation of subject mat-
ter, communication, and testing. The categories are 
listed for the inductees and forms and summary 
sheets are provided for their use as guides. How-
ever, some type of plan needs to be set up and 
modeled for the inductees as an example. Dr. Shulka 
became quite frustrated when reading some of the 
plans that the inductees submitted. Some of the 
plans that the inductees developed were vague and 
full of educational jargon without real merit for 
either the inductee, the mentor teacher, or the uni-
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versity consultant. One plan was a brilliant piece of 
creative writing, but it was impossible to tell what 
the inductee had learned about teaching, herself, 
or her students. Other plans were well thought out 
and organized, and very thorough in explaining 
exactly what the inductee had done and learned 
over the course of each semester. One thing was 
true about every plan, however. Each one was dif-
ferent in format, style, and the amount and kind of 
information it provided. The inductees found writ-
ing the plans quite confusing, and most of the per-
tinent information from the plans came out during 
the discussions held when the consultant visited 
the inductees after the plans had been turned in. 
The purpose of the Personal/Professional Develop-
ment Plan is to promote reflective thinking and 
growth on the part of the first year teacher. 
At the University's Teacher Induction Program 
evaluation conference held in May of 1988, it was 
pointed out by many of the consultants that the 
inductees were not really attaining this goal, so al-
ternatives were considered. An alternate plan that 
was discussed as maybe having more potential for 
reflection and growth was action research. One of 
the problems with the Personal/Professional Devel-
opment Plan was that it seemed too broad and con-
tained too many items for the inductee to focus on. 
One of the advantages of action research would be 
that it would limit the focus for improvement and 
growth to one main item at a time. Also, since action 
research works better when the practitioner has a 
partner with whom to evaluate the steps in the cycle, 
discuss the effects of the steps, and form a base for 
further planning, this type of reflective thinking 
would also promote growth on the part of the men-
tor teacher who is working with the inductee. They 
could each develop a plan for action research and 
share in each other's growth. 
5. Seminars are excellent for support, growth, 
and learning experiences for the inductees 
and are an essential part of effective induc-
tion programs. 
Research tells us that "Effective induction sys-
tems have mechanisms that encourage mutual sup-
port among status equals (Schlecty, 1985)." 
One of the most important benefits of the Uni-
versity's Teacher Induction program is the support 
system it has built into its seminar portion of the 
program. Beginning teachers need to meet with 
other first year teachers and the small group discus-
sions held at each seminar in the University pro-
gram gave them this opportunity. All of the consul-
tants, inductees and mentor teachers interviewed 
in this program felt that the seminars were one of 
the most beneficial parts of the program. All felt 
that it was beneficial for the university to be con-
ducting the seminars as well, as the university could 
pull from more resources and include more begin-
ning teachers from a variety of school districts. 
However, more attention needs to be paid to the 
topics selected for seminars with regard to subject/ 
grade level of interest, especially as far as the sec-
ondary teachers were concerned. Often, the second-
ary teachers, both inductees and mentor teachers, 
expressed a concern that the level of the material 
presented was geared more towards an elementary 
school point of view. The problems and concerns 
of secondary teachers and elementary teachers 
might need to be addressed on different levels for 
some topics and this needs to be taken into consid-
eration. 
A second point often mentioned by the mentor 
teachers and inductees indicated that the university 
consultant needs to carry through with the induc-
tees on topics from seminars. The participants in 
the study felt that the consultant should be in the 
schools the week•following each seminar checking 
to see if they were working on what was the focus 
of the last seminar, if they had any questions about 
applying what they had discussed, if they felt the 
seminar topic had helped them in their teaching. 
The teachers also mentioned that then the visits in 
the schools would have a definite purpose. 
6. The selection of the mentor teacher is ex-
tremely important and more attention needs 
to be paid to this detail. 
The selection of mentor teachers creates 
another potential problem. In the University's In-
duction Program, the university had nothing to do 
with the selection of mentor teachers; this was a 
decision left entirely up to the school district. It is 
not and it should not be under the university's juris-
diction to select mentor teachers. However, the 
qualifications of the mentor teachers and how they 
are selected comes under question as it now stands. 
Presently, many of the administrators choose their 
mentor teachers based on their own criteria; no set 
guidelines have been determined. Also, many of 
the participants in the study mentioned that there 
was a feeling among the faculties in their schools 
that often mentor teacher positions have been given 
out as political rewards. Many times mentor teachers 
don't have the time or the interest to assist induc-
tees, yet they are the only available personnel. 
Some guidelines need to be established for this 
very important process. One possibility for the 
selection of mentor teachers follows the guidelines 
thatWEAC (Wisconsin Education Association Coun-
cil) have developed. WEAC stated in their task force 
report, "Blueprint for Successful Teacher Induc-
tion" that "Mentor selection may be the most im-
portant part of any induction program." Therefore, 
they set up the following guidelines in mentor selec-
tions: 
a) A Mentor Selection Committee shall be 
formed within the local district. The Committee may 
include administrators, school board members, uni-
versity representatives or other interest groups, but 
the majority of members shall be selected by the 
local professional teachers' association (bargaining 
unit). 
b) The Committee shall seek volunteers from 
the district teaching staff. Interested teachers may 
nominate themselves, and the committee will select 
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mentors from the nomination pool by consensus. 
The mentor selection committee shall use the fol-
lowing standards and conditions. 
1) The mentor and inductee shall be from 
the same building. 
2) The mentor and inductee shall teach the 
same subject or grade level. 
3) No mentor will work with more than one 
inductee at a time. 
4) Special provisions shall be made to ac-
commodate the needs of mentors and 
inductees working with special needs 
students. 
5) To the extent possible, a teacher should 
not become a "permanent" mentor. 
6) The mentor teacher must meet the char-
acteristics of a mentor as described be-
low. 
These guidelines were followed by a listing of the 
characteristics of a mentor teacher, including being 
a practicing teacher for a minimum of five years, a 
good communicator, demonstrating a commitment 
to professional growth, respected by colleagues, a 
willingness to train for the role of mentor, and so 
forth. WEAC's position was to remove the possi-
bility that mentor teachers be selected for political 
reasons and to establish definite guidelines for the 
selection process. 
7. State Certification programs should not be 
tied in with teacher induction programs. 
Induction programs and state certification pro-
grams should not be tied together. The evaluation 
of beginning teachers needs to be kept out of induc-
tion programs. Research supports the idea that be-
ginning teachers often find themselves in defensive 
and self-protective positions if they know that their 
mentor teachers are also responsible for their evalu-
ations (Griffin and Hukill, 1983; Huling-Austin, 1986; 
Acheson and Gall, 1987). One ofthe most successful 
elements of the University's Teacher Induction Pro-
gram is the camaraderie that was established be-
tween the inductees and the mentor teachers. The 
inductees felt that they could go to their mentor 
teachers and their university consultants with any 
problem. The benefits experienced by the induc-
tees, mentors, and university consultants would be 
seriously jeopardized if certification and evaluation 
were to be tied to the induction program. 
After examining these nine items, the next point 
to discuss would be the generalizability of these 
statements to other programs. In considering where 
we go from here, it may help to summarize Weh-
lage's (1981) assertions about "The Purpose of Gen-
eralization in Field-Study Research." Wehlage states 
that "There is ordinarily an assumption (in educa-
tional research) that the information garnered trans-
fers in some way to events and situations yet to be 
studied." In the case of ethnographic research, this 
generalization is usually done through analogy. 
"Ethnographers expect their work to carry some 
transfer value, but most of them do not offer spe-
cific general claims for the reader .... The task falls 
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to the reader to be on the lookout for analogous 
situations in which insights can be applied. The use 
of the case as an analogy carries with it no rigorous 
logic of probability or deduction" (Wehlage, 1981, 
p. 215-216). 
In the case of this study, the researcher feels 
that by stating the items under conclusions and im-
plications for practice, it is now up to the reader to 
determine the generalizability to similar situations. 
It is not being recommended that the listed conclu-
sions be adopted by anyone else in their entirety, 
but that the reader select those items, or parts of 
those items, that best fit in with his/her program, 
school, or situation and adapt them for his/her use. 
For example, item seven stated that "The university 
consultant needs to be in the schools visiting with 
the inductees and mentor teachers on a more reg-
ular basis." Maybe in a particular reader's case, this 
would not be possible to work into his/her program. 
If the program is not a college/university based pro-
gram, it might be difficult to obtain consultants on 
this permanent a basis. Then, the program directors 
would have to adapt this item to their particular 
situations. 
SUMMARY 
It is the researcher's personal belief that it is 
essential that professional educators take responsi-
bility for the induction of beginning teachers and 
help them recognize their potential to be the best 
possible teachers they can be. We can no longer 
throw them into teaching, "sink or swim" the way 
many of us were "inducted" into the profession. As 
Ashley Montague has been quoted as saying, 
The deepest personal sorrow suffered by 
human beings consists of the difference be-
tween what one was capable of becoming 
and what one has, in fact, become. 
Therefore, educators must get involved and see that 
induction programs are developed for all beginning 
teachers. As one consultant in the University's In-
duction Program commented, 
This program holds more promise for be-
ginning teachers than any other program 
I've seen. It's a chance for problems to come 
out early while they're (the inductees) still 
willing to get help. 
Whether or not the induction programs are 
developed by individual states, communities, or 
teachers' organizations, it seems important that the 
university or college play some part in the induction 
program in supplying consultants who can assist 
in the following areas: to offer additional resources, 
to provide seminars on relevant topics, and to 
advise mentor teachers and beginning teachers 
when needed . 
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Teaching is a demanding profession requiring 
successful practitioners to utilize carefully articu-
lated combinations of artistic and scientific abilities. 
Traditionally teaching requires new professionals 
to perform the same tasks, at the same level of 
competence, as the seasoned veteran in the class-
room next door. Further, teaching, in contrast with 
other professions, is practiced largely in isolation. 
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Schools provide few opportunities for formally in-
ducting newcomers into the profession. The litera-
ture and empirical research on beginning teachers 
indicate that many aspects of teaching cannot be 
learned or experienced during the preservice uni-
versity program. Some aspects of teaching are only 
experienced as an individual becomes a new teacher 
- alone in the classroom. Consequently, beginning 
teachers report -
• feelings of isolation and insecurity, 
• problems with classroom management, 
• lack of skills in evaluating students and 
communicating with parents, 
• and, a basic inability to blend into the social 
structure of the school. (Huling-Austin, 
1987) 
It is clear that many new teachers leave the pro-
fession when their frustrations peak, resulting in an 
attrition rate of almost 40% of all teachers by their 
second year (The Governor's 1991 Report on Educa-
tion, p. 37). Even more alarming is the evidence 
that new teachers, who are perceived to have the 
highest potential for teaching, may be the first to 
leave the profession (Schlecty & Vance, 1983, 1981 ). 
Difficult as the initial year of teaching is for all 
beginners, the first year is especially stressful for 
the rural teacher, who in addition to the isolation 
of the profession, may be dealing with the geo-
graphic and/or social isolation of his/her new com-
munity. Along with inadequate instructional mater-
ials budgets and long hours on the job with numer-
ous extracurricular activities, new rural teachers 
soon learn that there is little or no tinie, school-
support money, and/or access to programs of pro-
fessional growth that can help them deal effectively 
with the stresses and strains of the multitude of 
personal and professional changes they are exper-
iencing and will experience. 
New teacher retention has been of major con-
cern to administrators in the rural areas of Northern 
California. (Some counties report that 100% of their 
new teachers who come from outside the geo-
graphic area leave the profession before they have 
completed two years.) In 1987-88 the Institute for 
Advanced Studies in Education, College of Educa-
tion, California State University, Chico, (CSU, Chico), 
sharing the concern over teacher retention, devel-
oped an induction program to address teacher re-
tention in Northern California. The result, which rep-
resents the collaborative efforts of university faculty 
members, and teachers and administrators from the 
14-county, 36,000 square mile service area, is the 
highly successful program entitled the Induction for 
the Beginning Teacher (IBT) . This program features 
a comprehensive structure of support and skill-
building for new teachers, and is described below. 
Induction for the Beginning Teacher Program 
The Induction for the Beginning Teacher Pro-
gram is a comprehensive and innovative program 
of support and skill-building designed to assist be-
ginning teachers of rural Northern California make 
the transition from effective students to effective 
teachers, and ultimately to retain high quality 
teachers in the profession. IBT participants receive 
extensive instruction in developing targeted skills 
through seminars delivered on the California State 
University, Chico (CSU, Chico) campus and over 
instructional television. 
IBT Philosophy and Goals The underlying phi-
losophy of the IBT is that beginning teachers have 
the tools they need for developing into successful, 
long-term teachers. What they require is a support 
program - a safety net for experimentation, evalu-
ation and reflection - which allows them to grow 
into the profession. 
The goals and objectives of the IBT center around 
providing the new teachers with a support and infor-
mation system that will: 
• improve instructional abilities, 
• build self-assessment and reflection, 
• enhance working conditions and job satisfac-
tion by reducing professional and 
geographic isolation, 
• model professionalism, and provide oppor-
tunities for professional growth, 
• increase teacher retention rates, 
• retain the best teachers, and 
• provide the best educational experience for 
school age children. 
The structure and activities of IBT have proven 
effective in accomplishing the goals ofthe program. 
In essence: 
• Each beginning teacher is paired with a 
successful experienced teacher, preferably 
from the same grade level, content area, and 
school. This pair forms a teaching team. 
• The experienced teacher is trained by the 
Program in peer coaching and observation 
techniques. 
• The teaching team attends monthly seminars 
both on-campus and at local television sites. 
Instructional Television for Students (ITFS) 
is CSU, Chico's interactive microwave tele-
vision system that links the campus to the 
14 Northern California counties in its service 
region. ITFS allows participants to view the 
IBT from their counties without having to 
travel up to six hours to attend sessions 
on campus. 
• Following the monthly seminars, each teach-
ing team develops an action-research plan 
for implementing the seminar's concepts in 
the beginning teacher's classroom. 
• Peer coaches observe their beginning 
teachers on a weekly basis, either in person 
or on videotape, to reinforce the imple-
mentation of the action-research plan. 
• Following each observation, the beginning 
teacher and peer coach hold a post-observa-
tion conference to review the successful 
elements of the beginning teacher's perfor-
mance, and to plan the next logical steps. 
This structure enables teaching teams to focus 
on specific skills introduced in each seminar. The 
new teachers are helped to identify and analyze their 
successful teaching experiences, allowing them to 
learn from their successes. This structure offers a 
safe environment for beginning teachers so that 
they may experiment and find sound instructional 
techniques that work for them. 
Program Results 
IBT, in its fourth year of operation, has had over 
300 teachers complete the Program. The Program 
has been able to meet the needs of the smallest, 
most isolated school district as well as the largest, 
most urban school district in the service area. The 
success of the IBT can be attributed in large measure 
to the structure of the Program, effective training, 
and the effective use of instructional television 
which enables teachers in the most rural areas to 
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participate in the Program. As a result and to the 
benefit of their students, participating teachers have 
been making positive changes in their classrooms 
and the retention rate of new teachers in rural north-
ern California is improving. 
The impact and benefits of the IBT have been, 
and continue to be, carefully studied and docu-
mented for increased program efficiency and effec-
tiveness. Comprehensive, on-going program evalu-
ation includes a qualitative review of each individual 
seminar for appropriateness and effectiveness of 
its content and process. A comprehensive final 
evaluation provides qualitative and quantitative in-
formation on overall program impact. Some of the 
significant findings of the Program include the fol-
lowing: 
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• Strong bonds develop between beginning 
teachers and their peer coaches. The begin-
ning teacher knows that the partnership is 
safe since support and confidentiality are a 
primary consideration. A strong camaraderie 
across teaching teams also develops. Experi-
enced teachers and administrators report 
that isolation at the school site is greatly 
reduced for new teachers. 
• All teachers- new and experienced- report 
that they benefit from their interaction with 
teachers from other schools. Most beginning 
teachers are amazed and relieved to find that 
other beginning teachers experience some 
of the same difficulties they do and peer 
coaches find that the interaction with other 
experienced teachers preface long-term, 
profitable friendships. 
• Beginning teachers' self-esteem and job sat-
isfaction increase dramatically during partici-
pation in the Program. Peer coaches experi-
ence a resurgence of dedication to the profes-
sion as a result of their introduction to the 
latestteaching methods and theories as well 
as the positive feedback they receive con-
cerning their own teaching practices and their 
major role in the success of the beginning 
teachers. 
• Beginning teachers in the IBT are successful 
because they are able to work on one concept 
at a time and see the impact of their actions 
in the classroom. Each time beginning 
teachers make a successful change, they are 
able to describe up to five successful corol-
lary changes that follow from it. 
• Beginning teachers cite numerous examples 
of their improved instructional abilities. They 
observe that as their own confidence in-
creases, their students' achievement 
increases. 
• The IBT has proven that instructional tele-
vision can be used to great advantage for 
professional development programs in rural, 
isolated schools. Terrestrial microwave, or 
satellite, instructional television can be used 
cost-effectively to include teachers and 
students from geographical areas that are 
difficult, if not impossible, to reach through 
other delivery modes (Bernhardt & Triplett, 
1990, 1989, 1988). 
A Vision for University-Sponsored 
Beginning Teacher Programs 
Beginning teacher programs have offered new 
teachers a tremendous amount of support as they 
enter a most challenging profession - the only pro-
fession in which the new professional's responsi-
bilities are the same or more difficult than those 
of veteran professionals (Huling-Austin, 1987). Be-
ginning teacher program results have demonstrated 
that, with assistance, new teachers can improve 
their instructional abilities, build their teaching con-
fidence, develop positive attitudes toward teaching, 
improve student achievement, be more satisfied 
with the profession, and remain in the profession 
longer than those who do not participate in a sup-
port program (Bernhardt & Flaherty, 1991 ). 
Universities are recognizing the need for, and 
finding that they can offer, an extended curriculum 
for the development of teachers that includes a new 
teacher support component. This is most readily 
recognized when grant monies are available! Grant 
monies do not last forever, however, and univer-
sities must find ways to make a commitment to 
"institutionalize" these programs, i.e., to assure that 
new teacher support programs become permanent 
offerings in their departments of education. Faculty 
should be assigned to work in collaboration with 
school districts in delivering this service and must 
receive appropriate recognition for their work with 
schools and new teachers. To accomplish this, uni-
versities must make a commitment to schools to 
provide educational opportunities for relevant com-
prehensive training that is service-oriented and con-
sider this training a legitimate activity for university 
faculty. A commitment to the comprehensive post-
graduate training for teachers will help universities 
keep abreast of current advances in education as 
well as provide a bridge for continued association 
with alumni and their service area schools. Without 
an involvement in the professional development of 
teachers, universities could find that their role in 
influencing public education is greatly diminished. 
As schools prepare for the 21st Century, univer-
sities must become committed, not only to meet 
the needs of their students, but graduates of other 
institutions as well. It is imperative that universities 
provide relevant, comprehensive training and sup-
port for teachers now in order to meet the demands 
of a challenging profession in a new century. After 
all, the high school graduating class of the year 
2000 are third graders today, already well into our 
educational system. How wel I they meet future chal-
lenges will depend on our farsightedness and com-
mitment to educational excellence. 
REFERENCES 
Bernhardt, V. L., & Flaherty, G. M. (1991 ). Benefits 
of inducting new teachers into the profession. 
Chico, CA: California State University, Chico, 
Institute for Advanced Studies in Education. 
Bernhardt, V. L., & Triplett, M. (1989) . Paving the 
road to excellence: Inducting new teachers 
into the profession. Chico, CA: California State 
University, Chico, Institute for Advanced 
Studies in Education. 
Bernhardt, V. L., & Triplett, M. (1990). Induction 
for the beginning teacher program: 1989-90 
program evaluation report. Chico, CA: Cali-
fornia State University, Chico, Institute for 
Advanced Studies in Education. 
Bernhardt, V. L., & Triplett, M. (1989). Induction for 
the beginning teacher program: 1988-89 
program evaluation report. Chico, CA: Cali-
fornia State University, Chico, Institute for 
Advanced Studies in Education. 
Bernhardt, V. L., & Triplett, M. (1988). Induction for 
the beginning teacher program: 1988 pilot pro-
gram evaluation report. Chico, CA: California 
State University, Chico, Institute for Advanced 
Studies in Education. 
Conoley, J.C. (1989). Professional communication 
and collaboration among educators. In M. C. 
Reynolds (Ed.), Knowledge base for the begin-
ning teacher (pp. 245-254). New York : 
Pergamon Press. 
Deal, T. E., & Chatman, R. M. (1989). Learning the 
ropes alone: Socializing new teachers. Action 
in Teacher Education, 11 (1 ), 21 -29. --
Hasenstab, J. K., & Wilson-;-c. C. (1989). Training 
the teacher as a champion. Nevada City, CA: 
Performance Learning Systems, Inc. 
Huling-Austin, L. (Ed.) (1989). Assisting the begin-
ning teacher. Reston, VA: Association of 
Teacher Educators. 
Huling-Austin, L. (1987). Teacher Induction. In 
D. M. Brooks (Ed.), Teacher induction: A new 
beginning (pp. 3-23). Reston, VA: Association 
of Teacher Educators. 
Odell, S. (1987). Teacher induction : Rationale and 
issues. In D. M. Brooks (Ed.), Teacher induction: 
A new beginning (pp. 69-80). Reston, VA: 
Association of Teacher Educators. 
Schlecty, P., & Vance, V. (1981 ). Do academically 
able teachers leave education? The North 
Carolina case. Phi Delta Kappan, 63 (2), 106-112. 
Schlecty, P., & Vance, V. (1983) Recruitment, selec-
tion and retention: The shape of the teaching 
force. The Elementary School Journal, 83 (4), 
469-487. 
Time for results: The governors' 1991 Report on 
Education (1986). Washington, D. C.: National 
Governors' Association Center for Policy 
Research and Analysis. 
AMERICAN ASSOCIATION OF COLLEGES FOR TEACHER EDUCATION 
1992 AACTE ANNUAL MEETING 
WHERE ARE WE GOING? 
WHO WILL LEAD US THERE? 
Febru~ry 25-28, 1992 
San Antonio Marriott Rivercenter 
San Antonio, Texas 
The conference theme "Where Are We Going? Who Will Lead Us There?" will focus on leadership by faculty and 
administrators in the program, scholarship, and services of the school, college, or department of education. Case 
studies, program designs, and research studies will focus on one of the five subtheme areas: 
1. Meeting the challenges of leadership and administration of schools, colleges, and departments of education; 
2. Enhancing multicultural education, diversity, and affirmative action in the school, college, or department 
of education; 
3. Creating responsive policy for teacher education at local and state levels; 
4. Enhancing student and faculty development; nurturing teaching and scholarship; 
5. Demonstrating commitment to new and best practice in teacher education. 
25 
Teacher Induction: A Proposal For 
An Illinois State-Wide Plan 
Editor's Note: This proposal was developed 
under the auspices of a financial grant from 
the North Central Regional Education Lab 
and the general sponsorship of the Illinois 
Association of Colleges for Teacher Educa-
tion. The project was led by a Coordinating 
Committee composed of the following 
Illinois educators: Nancy L. Quisenberry, 
Southern Illinois University at Carbondale, 
PROJECT DIRECTOR; Donald Baden, South-
ern Illinois University at Edwardsville; 
Andrew Brulle, Eastern Illinois University; 
Marsha Davis, Augustana College; Ahmed 
Fareed, Northeastern Illinois University; 
Dennis Gooier, Northern Illinois University; 
Robert Goodall, Illinois State University; 
Gary Hull, Southern Illinois University at 
Edwardsville; Joan Lakebrink, DePaul Uni-
versity; Jeri Nowakowski, NCREL; and 
Charles Stegman, Northern Illinois Univer-
sity. 
INTRODUCTION 
The transition of the preservice teacher into the 
field of teaching is an area of concern for educators. 
This period of time has become recognized as a 
crucial period in the professional life of a teacher. 
The task of inducting new professionals into the 
teaching profession is of considerable importance, 
one which deserves the combined effort of profes-
sionals in teacher education, school administrators, 
practicing teachers, and officials in state govern-
ment. A growing number of states have imple-
mented state-wide plans to provide the services 
needed for entry level teachers. Entry level teachers 
as defined in this proposal are teachers who are in 
their first year of teaching, i.e., entering the profes-
sion for the first time. 
THE PROBLEM 
The Illinois School Reform legislation passed in 
1985 provided for initial study of the need for a state-
wide plan for teacher induction in Illinois. Funding 
beyond the initial study stage was not forthcoming 
even though the need for support for beginning 
teachers in the state is recognized. Planning for 
teacher induction and appropriate sources for fund-
ing induction are state-wide needs in Illinois. The 
combined efforts of concerned professionals are 
needed to develop and implement a state-wide 
plan. 
SUMMARY OF LITERATURE 
Needs. The needs of beginning teachers have 
been well documented in the literature (Brown & 
Wambach, 1987; Huling-Austin, 1986; Odell, 1986; 
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Marso & Pigge, 1990; Odell, Loughlin, & Ferraro, 
1986; Heath-Camp & Camp, 1990) and there appear 
to be six general areas of support most needed by 
beginning teachers. These areas include: (a) infor-
mation regarding the school system, (b) materials 
and resources related to the beginning teacher's 
specific teaching utilization of process skills, (c) in-
structional support, (d) emotional/psychological 
support, (e) classroom management/student disci-
pline, and (f) support dealing with parents. 
Establishing Programs. The task of inducting 
new professionals into the teaching profession is 
one of considerable importance. Within this task, 
the setting of goals for induction programs be-
comes essential to the development and evaluation 
of induction programs. Induction programs reported 
in the literature tend to have a variety of goals and 
objectives (Fox & Singletary, 1986; Griffin, 1985; 
Liebert, 1989; Marks, 1989; Calliari, 1990; Zimpher 
& Rieger, 1988; Huling-Austin, 1986). Some induc-
tion programs are simply designed to be a support 
system for the beginning professional, while other 
induction programs focus on the evaluation of effec-
tive teaching skills and areas closely tied to certifi-
cation requirements. The following list is a summary 
of goals from current induction programs: 
1. To improve the teaching performance of 
beginning teachers. 
2. To increase the retention rate of promising 
beginning teachers. 
3. To develop professional attitudes toward 
the teaching profession. 
4. To develop analytical and self-evaluation 
skills in the beginning teacher. 
5. To assist beginning teachers in bridging the 
gap between theory and practice. 
6. To provide psychological and emotional 
support to the beginning teacher. 
7. To satisfy mandated requirements related 
to induction and certification. 
Characteristics of Teacher Induction Programs. 
In addition to identifying goals for induction pro-
grams, a number of studies (Gray & Gray, 1985; 
Huling-Austin, 1986; Schlechty, 1985; Thies-Sprint-
hall, 1986; Bower & Yarger, 1989; Chiang, 1989; 
Price, et al., 1989) have reported on the effective 
characteristics of induction programs. These pro-
gram character,istics include: (a) flexibility to meet 
the beginning and emerging needs of new teachers, 
(b) the presence of an on-site support person or 
mentor, (c) training for mentors, support personnel, 
and administrators involved in the induction pro-
gram, (d) a process for the selection of mentors and 
the matching of mentors with beginning teachers, 
(e) a planned process for the development of the 
mentor-protege relationship, and (f) the monitoring 
of the induction process in both a formative and 
summative manner. 
Mentoring. The use of mentors in the induction 
process has become an important component. Pro-
grams in New York (Bower, 1989; Smith, 1990; Du-
Bolt, 1989), Oklahoma (Price, 1989; Marks, 1989), 
New Jersey (Calliari, et al., 1989), Texas (Opuni, et 
al., 1989), Connecticut (Caruso, 1990), California 
(Mosey & Murphy, 1990), Illinois (Quisenberry, et 
al., 1990) cite strategies used, problems encoun-
tered, and successful relationships. The collective 
experiences of programs cited above would indi-
cate that good mentoring programs do not just hap-
pen. Careful selection of mentors and preparation 
for their role is crucial. The role of university educa-
tion faculty in the training and preparation of men-
tors has been successfully demonstrated in these 
programs (Liebert, 1989; Price, et al., 1989; Calliari , 
et al. , 1990; Thies-Sprinthall, 1986; Smith, 1990). 
Summary. Induction programs provide the crit-
ical link between preservice education and profes-
sional practice (Ashburn, 1987; Reinhartz, 1989; 
Smith-Davis & Cohen, 1989). The need for beg in-
ning teacher induction programs is clearly evident 
and the abundance of induction programs for new 
professionals is encouraging. Universities, depart-
ments of education, and public school systems now 
have a substantial knowledge base of the induction 
process to utilize in the design, implementation, and 
evaluation of teacher induction programs. 
CURRENT STATUS OF INDUCTION IN ILLINOIS 
The preceding section established the criteria 
for effective teacher induction programs as cited by 
the research literature. In order to determine the 
status of teacher induction programs in Illinois, the 
twenty NCATE-approved institutions in Illinois were 
surveyed in the fall of 1989. Thirteen institutions 
responded with some description of their teacher 
induction programs. These descriptions varied in 
scope and content. The seven institutions that did 
not respond have yet to develop programs, although 
all institutions indicated a concern and interest in 
the problem. Most of the seven implied that informal 
activities constitute their response to former stu-
dents who are in their first year of teaching . 
This section of the proposal provides a synopsis 
of the current status of teacher induction in Illinois. 
Specifically, the data reported in this paper focus 
on the following aspects of teacher induction : staf-
fing, activities, source of funding, geographical lo-
cation, needs of first year teachers, problems, and 
minorities. Because of the small number of report-
ing institutions, the data will not be reported with 
any numerical representation . 
Staffing . Teacher induction programs seem to 
be administered and staffed in a variety of ways. In 
some instances, a separate Beginning Teacher Pro-
gram has been created with its own director and 
staff. In most cases, however, teacher induction 
programs have been incorporated into other units 
of the institution and are being staffed with faculty 
with other assignments in addition to teacher induc-
tion. The Office of Field Placements and the Dean's 
Office are two common units that staff the teacher 
induction program. The priority that teacher induc-
tion receives is unclear when it is staffed by faculty 
with multiple assignments. 
Activities. A variety of activities for teachers are 
included in the teacher induction programs. A few 
universities provide several different types of activ-
ity for first year teachers, e.g. , seminar/workshop 
and newsletter. However, the majority of programs 
offer only one type of activity, e.g., seminar/work-
shop or newsletter. Several institutions offer a 
phone-in hotline that can provide individual assist-
ance for beginning teachers. The questionnarie was 
not able to ascertain how often the hotline was uti-
lized by the teachers. 
Funding . The funding for Illinois' teacher induc-
tion programs is from internal sources allocated 
from within the college or university. No state funds 
or private funds are reported as being a source of 
funding for teacher induction. Lack of funding ap-
pears to limit the depth and breadth of many institu-
tion's induction programs. 
Geographical location. In all instances, the 
teacher induction programs were implemented in 
a limited geographical area surrounding the univer-
sity. There was no evidence of regional cooperation 
between universities to meet the needs of teachers 
in a broader geographical context. 
Needs of first year teachers. The majority of 
programs attempted to identify the needs of first 
year teachers and to then develop workshops or 
articles in newsletters that would deal with these 
needs. The needs/concerns of teachers cited by the 
respondents were discipline and management, sub-
ject matter, organizational skills, lack of confidence, 
fear of evaluation, interpersonal relationships, time 
management, and school law. 
There were a few programs that were attempt-
ing to implement a teacher induction program with-
out first identifying the needs of the teachers they 
were attempting to serve. Based on the literature 
in teacher induction, this approach would not seem 
to be advisable or defensible. 
Problems. The institutions were surveyed con-
cerning the problems that were encountered when 
implementing a teacher induction program. The 
data reveal a variety of problems that were encoun-
tered by the induction programs. A common prob-
lem seemed to be a lack of willingness of school 
personnel to participate in the program. In this case, 
administrators seemed to lack the interest to allow 
their beginning teachers to participate in the pro-
gram. Other problems cited by the participants were 
making people aware of the induction program, no 
orientation program to inform teachers of the goals 
and activities of the program, a lack of financial and 
physical resources, and logistics. 
Minorities. One of the questions posed to the 
institutions was whether the teacher induction pro-
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gram attempted to meet the special needs of first 
year minority teachers. The only program that at-
tended to this area was Chicago State University 
whose population is approximately 75 percent 
minority. 
IACTE INVOLVEMENT 
The Illinois Association of Colleges for Teacher 
Education has taken a leadership role in developing 
a state-wide Teacher Induction Plan. The following 
principles were suggested for IACTE support at the 
Fall, 1989 IACTE meeting: 
1. Establish regions for which each participat-
ing institution will be responsible. 
2. Serve all first year teachers residing in the 
institution's region. 
3. Seek state funding for all school districts at 
a rate of at least $2,000 per first year teacher. 
4. Establish a mentoring team in the district 
for each first year teacher with a university 
faculty member as an invited member of 
the team. 
5. Provide university participation on a con-
sultant basis. (Establish a clearinghouse 
on each campus for matching consultants 
with teachers.) 
An underlying principle of this IACTE proposal 
is that universities do not own their graduates. 
While university involvement throughout most of 
the state would be based on geographic locations 
(that is, the local university serves the geographic 
area surrounding it) some regional networking 
needs to be worked out. Chicago area institutions 
need to develop a regional plan for serving students 
in the Chicago area. Some areas of the state, particu-
larly the far northwestern area and some central 
counties, are a great distance from any institution. 
A plan needs to be developed for assisting schools 
in these areas. 
Illinois Survey. An IACTE subcommittee ap-
pointed to investigate roles of teachers, adminis-
trators, faculty from institutions of higher educa-
tion, and state agencies conducted a survey of 300 
randomly selected superintendents of lllinos school 
districts and 250 teacher union presidents. Of these, 
288 (52%) were returned in usable form. 
The overall results indicated that most of the 
districts did not have a structured plan of induction 
for their beginning teachers; however, a vast major-
ity (95) of the respondents felt that services for be-
ginning teachers should be provided for at least 
one year. Eighty-five percent felt that these services 
should be provided for two years or until the teacher 
earns tenure. 
When asked to rate which educational entities 
should be involved in providing services for begin-
ning teachers on a scale of 1 to 4, with 4 representing 
very involved, the respondents indicated that the 
Educational Service Centers (3.0) and Illinois col -
leges/universities (2.9) should be the most involved. 
These two were followed by teacher organizations 
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(2.4), Educational Service Regions (2.4), and profes-
sional organizations (2.2). When asked to rank the 
various services that the various entities could pro-
vide, the respondents generally indicated that out-
side agencies could assist districts in providing 
seminars and classroom visits with beginning 
teachers and in providing training and follow-up for 
mentor teachers. Service on a mentorship team was 
the lowest rated item. 
To develop a plan for the principles listed above, 
a Task Force was appointed. Three subcommittees 
were named to plan for use of technology, roles of 
constituencies, and strategies for funding. 
RECOMMENDATIONS 
As a result of the work of these subcommittees, 
the following position was developed. 
Roles of Constituencies. IACTE believes that the 
survey illustrated the fact that school districts in the 
State of Illinois both need and desire a structured 
program of support for their beginning teachers. In 
order to accomplish this, the following recommen-
dations are made : 
1. IACTE should continue its leadership in 
teacher induction and establish an ad hoc 
committee to follow up this proposal to en-
sure that a state-wide program of support 
goes into effect as soon as feasible. Member-
ship on this committee should also include: 
representatives from the Illinois State Board 
of Education; the Illinois Education Associa-
tion; the Illinois Federation of Teachers; a 
representative from the various Education 
Service Centers; and representatives from 
administrators' organizations. 
2. Individual programs of support should be 
run by individual districts through collective 
agreement with the local teachers organiza-
tion and take the form of a mentor teacher 
support model. Illinois colleges/universities 
or Educational Service Centers should de-
velop a structured program for the training 
and identification of mentor teachers and 
implement such a program on a state-wide 
basis. Follow-up with the mentor teachers 
should be the responsiblity of the training 
organization. 
3. Illinois colleges/universities or the Educa-
tional Service Centers should develop a 
structured seminar series for beginning 
teachers and implement such a series on a 
state-wide basis. 
4. Faculty from Illinois colleges/universities 
should provide classroom visits and consul-
tations with beginning teachers in their re-
gions on a consultative basis. These visits 
should be designed to provide support for 
the beginning teacher, nonevaluative, and 
not for the purpose of continuing employ-
ment. Where a collective agreement is reached 
within the district, the individual teacher, and 
the college/university faculty members who 
provide classroom visits and consultations 
with beginning teachers may serve on men-
torship teams. The goal of these teams should 
be nonevaluative and assigned to provide 
support for the teacher. 
5. The State of Illinois, through the Illinois State 
Board of Education, should provide adequate 
funds to support at least the recommenda-
tions. Incentives for participation by the be-
ginning teachers, the mentor teachers, and 
Illinois colleges/universities faculty should 
be sufficient to ensure active participation 
by all parties. 
Technology. The technology subcommittee 
proposes using a multimedia technology system 
for first year teachers. During the 1990-91 year the 
committee will develop a prototype continuing pro-
fessional education module. Resources of the North 
Central Regional Education Lab (NCREL), the State 
Board of Education (ISBE), and Westernlllinois Uni-
versity Educational Network will be utilized. These 
resources can be used for the training seminars for 
mentors and for seminars or workshops for the 
beginning teachers. ISBE should play a major role 
in this endeavor. 
A computer network is also recommended. This 
network could serve all beginning teachers whose 
schools provide access. The network would serve 
as a resource connecting beginning teachers with 
each other and connecting beginning teachers with 
resource persons throughout the state and at the 
universities and colleges. 
Strategies for Obtaining these Recommenda-
tions. The recommendations contained in the pro-
posal will require state funding . In the principles 
set forth, at least $2,000 per first year teacher was 
suggested to provide for a mentoring system to 
include classroom teachers, administrators, and 
university faculty. This amount would provide the 
following: 
1. a mentor stipend, 
2. substitute teacher stipends, 
3. expenses for technology, 
4. expenses for seminars, 
5. expenses for faculty participation. 
Without adequate funding, only minimal support 
can be provided for first year teachers. 
OVERALL RECOMMENDATION 
IACTE should work with ISBE and other state 
associations to seek funding to implement a first 
year teacher program. 
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